A critical stance toward one's own views as well as th e ability to take on th e perspective of others is required for intercultural and interpersonal understanding. This chapter presents a study [rom an undergrad uate cours e used to fulfi ll a requirement in the category of gender. race, class. ethnicity, or non -western area stud ies. A critical soc ial-constructivist approach to pedagogy shaped this course. entitled Dialogue of the Sexes: Wometl and Afen in Germ an-speaking Societies. This study focused on the ways that meaning is made in computermed iated and face-to-face (FTF) discu ssions. Through th e analysis of qualitative and qua ntitative data from the course, it demonstrates that a blended class form at involving both FTF discu ssion and th readed, asynchronous computermediated comm unication (C!vIC) can promote the kind of sociality, critica lity, and co -construc tion that lead to important shifts of perspective.
rail short.
(p. 7)
This approach to learning functions very well within a CS-C framework, in which learning is considered an act of re-creation on the part of each learner embedded in a particu lar social context. Through qualitative and quantitative analyses of data collected in a class based on CS-C approaches to pedagogy and focusing on the ways that meani ng is made in discussions using a blended format of CMC and FTF modalities, we seek in this chapter to answer the following general research questions: What impact did the CS-C pedagogy and the use of discussion as way of teaching/learning have on the students in the class? How d id the use of a blended model of CMC and FT F discussion influence the students and th e objectives of the class? Did CMC serve to enhance the class and its proposed aims, or did it have a negative or a negligible impact o n them?
C rit ical social-construct ivis m What informs the conceptualization oflearning that gui ded the events described in this chapter are our readings of CS-C th eories, wh ich emphasize a critical approach to social interactions and to discussion for learning, where interpersonal relations and the influence of these activities on learning become evident. This notion of a critical approach, as Luke (2004) (pp. [26] [27] [28] Our use of the ideas and our appli cation s of these theories make possible th e outof-body experience of watching ourselves (both learners and teachers) performing acts of power and mediating them through discu ssion as th ey emerge in th e learning ecology of the CMC -FTF classroom. When we write about the learning ecology of our classroom, we emphasize, as does Dimitrov (2002),
.. . learning as essentially holistic -not only the human mind -reason, logi c, ability to think and decide -is the most important agent in this process. Equally important are also the human heart -feelings, emot ion s, ability to love and care -and the hum an sou l -intuition , inspiration, ability to aspire and meditate. lhe heart and soul factors are vital for any manifestation of human c reativity, and without creativity learning is a mere repetition of knowledge borrowed from books and gurus. (pp. 386-387) It is within the complexities of these aspects of learn ing that students an d instructors develop voice and ident ity. Voice and identity, th ough, are not themselves simple, clear, or monolithic concepts in any way. One definition of voice(s) helps explicate the complexity of the phenomenon : "Voices can mean the same as ' ideas and opinions: but has 96 Kara McBride and Mary E. wtldner-Bassett another meaning . .. : voices in the sense of ways with words, accents, grammatical, lexical and broader discoursa I choices, feeling 'at home' in particular genres and discourses" (Ivanic 1998: 183) . Writing, either formally or in a CMC context, always conveys a representation of the self of the writer. These representations of self are most prevalent in process writing where the writing is dialogic or discussion-oriented, and where the learners have an opportunity to develop an understanding of the way that reade rs apprec iate and respond to their writing. In our applications of these ideas, this opportunity occurs in bot h the CMC discussions as well as in the FTF classroom discussions, which expand on and extend the topics and exchanges in the CMC discussions. In this way, then, our model suppo rts processes which lead to a multiplicity of ways for learn ers to become awa re of voice and express identity. As Vollmer (2002) has summarized, "... students increase their control over written discourse when they become aware of the interpretive contexts for their texts an d develop a metalanguage fro m which to analyze these con texts: ' Ivanic an d Camps (2001) also maintain that critical awa reness offers writers/learne rs the means to "maintain control over the personal and cultural identity they are projecting in their writing" (p. 31). This stance then explains the "critical" part of our teach ing model's name.
The "social-constructivism" part of CS-C is th e belief that learn ing is not the transfer of immutable facts from teacher to student. Instead, the nature ofknowledge requires that learning take place as a re-creation of the knowledge in the learner's mi nd, a process residing in social contact embedded in a part icular context. Truth is a matter of human perception which is shaped by socia l relations and conventions. Because learning always happens as an act of re -creation in the learner's mind, education is best served by recognizing this process of learning as opposed to fighting it. Brookfield and Preskill (2005) explain how learni ng occurs in this way, even in the "hard" sciences, where facts are easier to delineate. Whatever the nature of the field of study, learning is always a matter of negotiation with the human mind. learning in areas of study like culture, where the subject matter de fines itself through change an d multiplicity, is part icularly impoverished and even nonsensical when an attempt is made to broach the subject witho ut the dialogical.
As was pointed out so clearly in an article by Schulz, Lalande II , et al. (2005) ,
there is a lack of professional consensus regarding appropriate definitions of culture for classroom instruction, common objec tives and instructional content, as well as appropriate assessment in the area of cultural knowledge and awareness.
Exploration of these issues must continue, both among the professionals of our field, and with the learners in our classrooms . The critical-social constructivist perspective that is an essential aspect of our pedagogy allows written discussions
Interpersonal and intercultural understanding 97 in CMC to become one important way to explore social identity. which Harklau (1999) terms "cultural inquiry through writing" (p. (25) .
Sociali ty and co-construction
Two final aspects of the critical-social perspective that apply to both the class and o ur investigation of its result s are the ideas of sociality and co-construction. In its simplest definition. sociality is a tendency to associate with others and form social groups. In the ecology oflearning that we investigate he re and the pedagogical applications of the ideas presented above. participation and related soc iality are key elements. As Lan kshear and Knobel (2006) have discussed. From this un de rsta nding of participation as sociality. the concept of co -construction of ideas in the learning ecology ofthe blended CMC-FTF classroom emerges. Co-constr uction and meaning making occur when people exchange their ideas on a spec ific topic. collaboratively creating new knowledge. a tangible product. or a common understanding of a concept. and re-acculturating this knowledge into their own belief and knowledge systems.' Obviously. participation and sociality are requi red fo r this kind of knowledge creation through co -construction. In order for sociality to develop naturally in the blended classroom ecology that we encouraged. we needed to develop ground rules for congenial and collaborative interaction on the discussion boards of the courseware" and in the FTF contexts of the classroom. Brookfield and Peskill (2005) discu ss th e importance of co -constructing ground rules for discu ssions in class. Experience in our classrooms has shown us that time spent co-co nstructing basic guidelines for decent and congenial contributions, rather than hierarchical or exclusionary contribu-98 Kara McB ride and Mary E. Wildner-Bassett tions, or even flami ng," is time well spent. Some of the materials used in this class to in itiate these discussions are included in Appe ndix C. Our experience with this class was that even though some students expressed mild hostility at the beginn ing of the class (e.g., addi ng "b.s" in the subject line to describe an assignment), this behavior very quickly yielded to the indirect peer pressure of no response in kind fro m other stude nts. The students established a serious but friendly tone, where politeness, m utual support, and inclusiveness were the implied ground rules for interaction. Data to support th is point is included below in a further discussion.
Blended learning
Our class used a blended format in order to encourage SOciality and critical awareness. It was believed th at SOCiality could best be encouraged th rough FTF contact, while CMC, in the form of a threaded elect ronic discussion, woul d be an ideal writing enviro nment where stude nts could take their time to produce well thought-out responses with a heightened awareness of audience. If we could create a class envi ronment that encouraged sociality, critical discussion and a coconstruction of ideas, then conditions would be right for the participants to come to new understandings of their own and othe rs' perspectives.
We are not th e first researchers to have aimed for students to view their own and others' perspectives in a new light, and reports on encouraging this shift in students and their teache rs are nume rous in the literature. Furstenberg, Levet, English, and Maillet (200 1) created an online site called CULTURA, whose primary objective was to help students see the world with "other eyes:' Their project gets students to work in tandem with othe r students who live where their target langu age is spoken, an d togethe r they investigate differen ces th at are often subtle or difficult to pinpoint between two cultures. Other intercultural exchanges accom plished through tandem learn ing have also been specifically crafted to get the students to take a step back from their own cultural beliefs in order to get a more critical view of them. Th is more di stanced view is considered necessary for coming to understand the point of view of someone from another culture (Belz 2002; Belz & Muller-Hartman n 2003; Muller-Hartmann 2000; O'Dowd 2003) .
Although some of these projects have reported fi nding the desired results (e.g., Furstenberg et al. 200 1; von der Emde, Schneider, & Kotter 200 i ), height-5. See Abrams (2003) for a disc ussion of CMC and flaming, which can be defined as posting messages that are deliberately hostile and insulting, usually in the social context of a disc ussion board, as in our classroom context. ened intercultural understanding is far from an automatic outcome of cross-cultural online discourse (Ke rn, Ware, & Warschauer 2004 This last factor is particularly important. In a situation of intercultural education, students are already grappling with trying to understand the point of view of an other and with perspectives that differ from their own. When this effort is mediated through online communication, the possibility for misunderstanding is multiplied because most forms of online communication used in language and culture classes, such as email and MOOs, are only text based. Tone of voice and body language add a tremendous amount of information to a message, and messages that are stripped of these features can easily be misinterpreted (Walther 1996) .
The blended nature of the course described here allowed students to interact o nline and take advantage of what online communication has to offer -fewer chances of loss of face (Ware 2005) , an opportunity for increased participation on the part of every class member (Kelm 1992; Kern 1995; Warschauer (996) , and an increase in the students: as opposed to the teacher's, role (Beauvois 1998; Kern (995) -while also allowing ample time for FTF contact with their interlocutors so that the gaps left by online comm unication could be filled during live interaction.
Another characteristic of th is class that sets it apart from the recently referred to culture classes is that, wh ile a foreign (German-speaking) culture was the focus of the course content, the students comm unicated with other students at their own university instead of students in anothe r co untry. Students in this course explored new perspectives on their own lives and the similarities and differences between their life experiences and those of the people in the room with them, wh ile at the same time discussing texts about people from the German -speaking world.
In this way, the students could learn by anal ogy. They started with interpersonal comparisons that were sm aller leap s: seeing ways in wh ich they had much in common with classmates they might have otherwise considered very different, while at th e same time gaining new perspectives (largely through classmates' reactions to their own work) on themselves and their own lives. This understanding was then used as a bridge to bring about an analogous understa nding of the lives and perspectives of people in the German-speaking soc ieties that were th e focus of the course's content. This chapter shows how this process, with online commun ication as an essential element, \'.. 'as able to "... help students enter into a new realm of collaborative inquiry and construction of knowledge, relaying their expanding reperto ire of identities and communications strategies as resources in the process" (Kern et al. 2004: 254) .
Data
Both qualitative and quantitative data were used fo r this project. The qualitative data include all written products made by th e students for the course, such as the writing assignments and the discu ssions on the electro nic, threaded discussio n board on the course management system Desire 2 Learn (D2L; described below). The quantitative data comes from a survey that was administered near the end of the semester. Of the total 22 students enrolled, 18 took the survey, knowing that the teacher would not see the resu lts until afte r th e grades were turned in, and that they could answer th e survey anonymously if they wished.
In order to triangulate the qualitative data and to have a way to check our interpretation of them, we wanted to ask direct questions to the students about the ways in wh ich the blended learning environment of the course affected them. The items on this sun'ey were created by adapting Moos' (I987) conceptual framework o f social environment and the New Constructivist Learning Environment Survey (Taylor, Fraser, & Fisher 1997) . The survey can be seen in Appendices A and B, along with the results, which are also interwoven into th e discussions of the quantitative data.
The participants
The students
The students who took part in th is ecology of learning had enrolled in a class to satisfy their general studies requirements, as described at the outset of this discussion. They were a mixture of undergraduates at different points in their studies: beginni ng (freshmen), midway (sopho mo res or ju niors), or finishing (sen iors). Their age range was 18-23. The majority of the class was American citizens, but there were two international students as well. Of the 22 students who finished the class, 4 students were nonnative speakers of English, but only I of those 4 seemed to have slightly less than fully fluent and accurate English usage. Their exposure to the cultures and language of German-speaki ng countries before the class was mi ni mal. O nly 1 of the stude nts was studying toward a minor in G erma n Studies, and she was 1 of 2 students wh o had rudimentary skills in Germa n langu age use. The class was taught in English, and all the readings were in English, but a few German wo rds occurred in the readings, and three films/documentaries in Germa n with English subtitles were shown during the semester. There was a gen erally quiet atmosphere in the class at the begin ning, but as st ude nts got to know each other bette r and feel integrated into the learn ing ecology, th ey gradually began to contribute more easily and openly in the FT F sess ions .
The teacher and her rol e in the class The instruc to r for this class was a full professor in the Department of German Studies. She is known among colleagues, stude nts, and personal fr iends as having something of a "mom" personality, both as someone a perso n can go 10 for assurance and advice, as well as prone to expre ssing sentiments that seem to exernplify mate rnal concern. Her speaking style is authoritat ive, punctuated freque ntly with a lowered chin and furrowed brow during moments of silence as she gauges whether her stude nts have any confusio ns that they need to discuss. She practices this stance freque ntly because her typical teaching practice is to present to her students complexities with which they are expected to engage dialogically, as the examples in later sections illustrate.
The teacher neve r lectu red in class but did give extended answers extemporan eous y to q uestions that came up in class. The primary way in which the instruc tor's point of view was present was through the questions that she posed for the students to di scuss with each othe r, and through the material wh ich she had selected for class. The instructor never part icipated in the online di scussions, although the stude nts knew that she was readi ng them. Her feedback tended to be brief. Wh en grad ing, she fi lled in numbers in a grading rubric, thus com municating to what exte nt she believed that the stude nt had completed the sta ted objectives, and she added summarizing comments, such as, Despite what could sound like a low level of activity in the course, if one were to interpret the facts in light of typical teacher behavior in traditional classes, the instructor's involvement and personality came th rough to the students, and in a positive way. The three questions on the survey that asked the students their impressions of the teacher -whether she ca red about their interests (19a) ,7 whether she was fun (22a) and whether they felt that they could trust her (28a) -all received 100% responses of either agree or strongly agree.
The class
The students met twice a week for a total of 3 contact hours per week. In one session per week, the class met in a regular classroom and engaged in FTF discussions of the topics in the syllabus, the readings, and the students' projects, all of which focused on comparative and contrastive views of their personal and cultural identities in both their first langu age(s) and culture(s) and in the cultures and identities that are salient in present-day German-speaking countries. The second session of the week met in a computer lab that was design ed specifi cally for collaborative teach ing practices.s and was conducted using a mixture of FTF conversation and asynch rono us CMC. Throughout all sessions, participants were asked to see and construct themselves as learni ng and knowing subjects rather than to listen to lectures by a teacher. As subjects responsible to their peers, they brought their attitudes, positionalities, and perspectives into their own focus and consciousness (Q uasthoff 1993; Rao 1993; Wildner-Bassett & Meerholz-Haerle 1999) .
The aim of all written and oral activities in all aspects of the class was to realize basic tenets of critical, feminist, and positional pedagogies which encouraged learners to ".. . situate themselves with in the complex of ling uistic, cultural, and value-laden practices in which they participate .. :' (Z uss 1994: 264)9 The written conversations resulting from these assignments '? show how the learners see and 7. Th ese nu mbers refer to the questions in the questionnaires included in Appendices A and B.
8. The computer screens are embedded into the tables so that it is easy to see over them and instead see one's classmates and the instructor. The chairs are rolling office chairs so that reconfiguration of the seating arrangement is easy. The basic seati ng arrangement is in three "pods" of eight computers in a circle. so students face each other rather than the teacher's desk.
See also Brookfield and Preskill (2005: 156-l57) for a similar discussion.
Despite what could sound like a low level of activity in the course, if one were to interpret the facts in light of typical teacher behavior in traditional classes, the instructor's involvement and personality came th rough to the students, and in a positive way. The three questions on the survey that asked the students their impressions of the teacher -whether she ca red about their interests (19a) ,7 whether she was fun (22a) and whether they felt that they could trust her (28a) -all received 100% responses of either agree or strongly agree.
The class
8. The computer screens are embedded into the tables so that it is easy to see over them and instead see one's classmates and the instructor. The chairs are rolling office chairs so that reconfiguration of the seating arrangement is easy. The basic seati ng arrangement is in three "pods" of eight computers in a circle. so students face each other rather than the teacher's desk. The students' first assignment was to write an "Intellectual and Cultural Autobiography," which went th rough three roun ds of peer review before a fi nal draft was due. The ass ignment was described to the students as a request fo r them to define how they see the world and what had shaped that viewpoint fo r them.'! It is im portant to note here that Brookfield and Preskill (2005) also suggest ". .. giving stude nts opportunities to talk and write au tobiograph ically ..." to encourage a ". .. mutual receptivity to new ideas and perspectives . ..."(p. 9). The semester's fu rthe r assignments and act ivities revolved around thi s essential first assignment. In this way, participants defined and co-constructed app roxim ately 60% of the co ntent of the course -readings and other source materials (websites, film s, do cumentaries) served as the other 40%.
See also Brookfield and Preskill
As the semeste r continued, the re were two more assignments that were closely related to and built on the fi rst, namely one researched and one interview profile of women or other others in German-speaking societies. The final assignment was a paper that required stude nts to make connec tions among all of the writings and profiles they had accomplished duri ng the semester and how those co nnec tions related to the overall goals of the class. With th is final assessment opportunity, the learners we re invited once again to reflect on the connections they could make among the ways of knowing and being that they had co-constructed throughout the semester.
The o nli ne com p o n en t The course management software, Desire 2 Learn (D2L), that is used and suppo rted at the university whe re this course took place, is very flexible. Not all of the options that are available in a D2L course space were used for this class. When a user logged o nto the co urse, he or she saw "News Items:' This space was used to post class reminders, such as when an ass ignment was due. On the top menu ba r, there were links to all of the major parts of the website. These were: "Learning Activities, " "D iscussio ns," "Links:' and "D ropbox, "
Like most pages on D2 L, the "Learn ing Activities" page had an outline format. Topics were listed, and under them, subtopics, which were clickable links. O ne topic on this page was "Weekly Schedule of Activities:' Below it were one-line descr iptions of the weekly activities. Clicking on one of these act ivities took the 11. See the syllabus in Appendix C for the entire description.
104 Kara Mcbride and Mary E. wildner-Bassett user to anot her page which had a description of what exactly the students were supposed to do for that activity. Another major topic on the "Learning Activities" page was "Quizzes and Preparation. " Each link below that topic led to explanations of what would be on the quizzes and how to prepare for them. Other material found in "Learning Activities" included grading ru brics and detailed explanations of the procedures students were expected to follow.
The most heavily trafficked part of the course website was "Discussions." This section contained one area for each of the discussions that the students participated in. These were threaded discussion boards, where each contribution was identified by a subject line and by the name of the author, as well as the time of posting. It was possible to attach doc uments to each posting. lust like with email, participants could reply to messages, and the reply was grouped under the o riginal message where it was indented in the master list. In this way, threads of discussion were identified.
The "Dropbox" was where students went to turn in final copies of some of their assignments. Specific folders were set up for each assignment. These folders had due dates attached to them , after which point the stude nt could no longer subm it an assignmen t. The instructor returned assignments with com ments on them, either in an attached Word docu ment or separately, in a D2L window that was specifically for that purpose.
Student perception of D2L use
Students appreciated the use of CMC in the class. On Item 2a of the survey, 17 out of 18 students agreed or strongly agreed with the statement "I would like to see some of the ways we used computers in this class used in other classes. " Of th e 18 students, 13 said that it was clear to them why computers were used in the class (Item 12a). From the survey items where stude nts responded with frequency measures as opposed to agree or disagree, only I student said that it was never the case that working on the computer allowed the class to do things that would not otherwise have been possible, and 8 students said that that had been true many times (Item 17b). No students respo nded with never to the statement "Using computers added a kind of flexibility to the course that I appreciated" (Item 12b). Finall y, other items on the survey showed that the stu dents experienced very few difficulties in using the technology (Items 20b, 23b, and 30b) .
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Intercultural understanding Students in this class felt that they had come to a better understanding of another culture as a result of their participation. In response to the survey item (I 5b) th at said "I understood something about a culture that I did not understand before;' no one in the class disagreed, and 12 students ind icated that it had happened to them many times. As a student wrote in her final reflection paper, "I have taken away a much more complete kn owledge of a culture I was never previously interested in:' She went on to say that, in contrast to the majority of her college courses, what she learned in this course would stay with her th rough her whole life, adding, "I think that this semester has shown me a new and valuable approach to analyzing life:' This comment indicates that the students gained knowledge about the culture of study, which is one part of Byram's (1997) model of what is needed in the development of intercultural understanding. Also necessary is a critical understanding of o neself and one's own perspectives, as well as understanding the perspective of another. To the statement "I understo od new perspectives and points of view because of this class" (Item lOb) and "Something in this class led me to understand someone else's point of view better" (24b), only one person (a different one for the two item s) answered with never. On the former (lOb ), 13 out of 18 students said this revealing moment had occurred for them many times.
Students gained new perspectives by bei ng able to relate to the lives of people from another culture. One student wrote, "The research paper at fi rst scared me because I had no idea how [ was going to find some one from a German speaking society to relate to" but he went on to say that he and his classmates were all able to do that. In order to gain new perspectives on others, the students had to understand their relation to others in the world. One wrote, Students were able to change their perspectives on others by relating to material about the German -speaking world and discussing it primarily with their peers.
Before this semester, I never really thought too much about my life in connection to German-speaking cult ures. I have learned that I have a connection to this cultu re just as I have some sort of connection to many other cultures. By learning about German cult ure through people, it is much easier to connect to rather than gathering this information from books. It is also much easie r to connect to this information after discussing th ese topics with other people from my culture and age group.
By starting with a process of relating to others who were right there beside them, these students were able to bridge their understanding from the others in their class to the others elsewhere in the world. This bridge also worked in the opposite direction. By gaining greater perspective on aspects of German culture, students came to new understandings about their own society: "Finall y, while reading the profiles about German immigrants my perspective on how immigrants are treated in the U.S. and abroad really changed:' Therefore, in th is learning ecology, the goals of interpersonal growth, identity formation, expa nd ing higher level thinking, and experien cing CS-C pedagogy were important aspects of the course. In additio n, of course, the goal of intercultural understa nding, with the target culture of the German-speaking societies in the 20th and 21 st centuries, was a main focus of the class. Leading students to achieve these goals was accomplished through the various class assignments, as is evidenced in the following student's description of her experience with interviewing someone from Gerrnany.!' Interpersonal and intercu ltural u nderstand ing 107
... when she agreed to help me with this interview, a nd all she could say was "fi nally, I get to talk about how great m y life in Germany is, to so meone who is actually interested!!" Much of the informat ion that I got from Birgit very much mi rrored the topics that have been discussed in the classroom regarding G erm an society. Such thi ngs as the implied gend er ro les, schoo ling, and the hi storical aspects o f Germ an culture were d iscussed which acknowledged m y previo us familiari ty from th is course with the dialog ue of the sexes in German society.
This student expresses well how the experiential phase of learning th rough a FTF interview interfaces and supports classroom CMC and CS-C of the learning ecology. All of these facets of class activity move through the co mplexities of personal identities and experiences to support the goals of both interpersonal and intercultural understandi ng in the blended second culture classroom.
C o-con st ruction
Through discussion, th e stu dents shaped each other's perspectives and influenced the way that they wrote about issues later on in the course. For most assignments, the students had to post their responses to prompts from the teacher, and then they had to respond to a certain minimum number of their classmates' postings. Sometimes the posting was done by individual students, but often it was done in groups of two or three. Within the group, the students discussed ideas and either came to a conse nsus or at least came to un derstand the other group members' point of view. Several times small groups repo rted their answers by saying what each different student in their group tho ught, providing support for each idea. Other individuals or groups then responded in the threaded discussion to these postings.
In addition, the students wrote intens ively in the CMC context, where the assignments were d escribed this way:
Dialogue journals. which will consist of 7-10 en tries throughout the semester. Th ese journal entries will be the result not only of one student's writing, but will be collections of discussions and pro cess evaluation in the small groups and with part ners.
The dialogic learning portfoli o will contain the above two sets of entries (d rafts and written discussions), and it will also co ntai n assignments which address part icu lar topi cs. The assign ments will be in the form of short. relatively formal written summaries and essays. and they will be based on interviews. comparative readi ngs, etc. The process approach will be fully integrated by having portions of the di scussio n groups. as well as the electronic synch ronous d iscussions, dedicated to the topics and conte nt that will eventually be reflected in the written assignments.
In almost every posting, the students praised the thoughts and writi ngs of the class mates to whom they we re respo nding, eve n when the message also included disagreement or a critique of th e othe r perso n. When reviewing each other's drafts of assignments, students were encouraged to use the Track Changes feature in Word. Ei ther through that feature or in the discussion space proper, students typically encouraged each other to probe deeper into ideas. For example, when one student wrote in his autobiography that he learned not to be afraid of the real world, one of his peer editors wrote, "what type of situations helped you not to be afraid of the real world. " Another exam ple is the following:
The other comment was about the "personalness" of the paper. It seems like you just want to list off the absolute facts about yourself and I see no ambiguity or doubt in your analysis of the events in your life. It's hard to understand why )'OU are the way you are because you're just telling us instead of explaining it. Again . I really like your writ ing style ... just write more.
The student whose rough draft is described above reworked her autobiography to be an extremely honest work, where th e voice she used to express her identity changed dramatically to talk about her feelings about being abandoned by her mother at the age of four and how she has continued on to become a very optimistic and strong person as a result of working through her broken heart.
In all cases, peer reviews shaped and helped to make clearer later drafts of assignments. Students enjoyed infl uencing each other's work. One student wrote about a seco nd draft, "I really like how you listened to my suggestion and i thin k the changes that you made have greatly improved you paper. I really liked how you went into more details about your grandmothers death, and your sister being born. your life is very interesting. " There was less of an opportunity to see a chronicle of how peer comments affected students in the discussions, but sometimes they wrote di rectly about that effect. For example, one studen t ea rly on into the semeste r wrote, "thanks for YO ll r criticism, it does hel p me reread what i wrote making sure to state my same idea more clearly. "
Even when students we re not told to change something about their writings, they were often inspired to by what they read from their peers. There were several comments such as, "very commendable to chose a broad belief in tolerance toward 'others' ... i have to admit, my response seems superficial in comparison ... kudos," or "As for the importance in the other areas, such as #1 . .. you made me thi nk about wanting to change some of my answers."
In a discussion about Austrian women during wartime, one gro up compared one of the sto ries for discussion with Rosa Parks' act of resistance. Four different groups of students wrote back in the discussion that they had not thought of that connection but that upon reading it, they considered it very insightful: "Finally, the The survey results point to some important re-evaluations taking place in the students. More than half of the students overall reported one or more of the following: changes in career plans, political beliefs, views on spirituality, and their abilities as a listener (9a, l Oa, 32a, and 4a, respectively). That is, over half of the students surveyed experienced a shift in themselves in at least one of those four areas.
Predispositions
The items in the survey were a measure of the extent to which the course had served to encourage critical thinking and intercultural and interpersonal understanding, or the extent to which the survey takers appreciated and participated in the goals and structure of the class. To look at these notions, we did a quantitative analysis on survey responses. Each item of the survey had four possible answers, phrase d either in terms of agreement or disagreement (survey items labeled with an a) or frequency of an occurrence (b items). A value was assigned to each answer, on a scale of 1 to 4, with a higher number indicating greater critical thinking, intercultural and interpersonal understanding, or satisfaction with the course. In this way we were able to rank the items, as well as find mean scores for each student . Higher mean scores refl ected a greater appreciation of and engagement with the course.
We found th at fo r almost all items, there was a consistency of the ranking of the items. That is, items fell into the same relative rank order, from stro ngest to least agreement, across the board, both for the students with lower mean sco res and higher mean scores alike. There were, however, three items for which the ranking of responses differed from this otherwise consistent trend . These were item 14a, "I play an important role in th is class"; 13b, "Participati ng in this class made me feel smart"; and 28b, "Participating in this class made me feel creative:' The stude nts with an overall less positive mea n (bottom third) response gave very Interpersonal and intercultural under standing III low scores for these items in particular. in contrast to the group of their classmates whose overall mean response was h igher (top third ).
Because these three items were exceptions to the overall consistency of rank ordering, we examined the qualitative data from the autobiographies to look for a possible insight that might be related to this apparent inconsistency. In the autobiographies, we discovered that these students descriptions of their contexts and ecologies in early ch ild hood differed dramatically from one anot her. The three students whose overall mean scores on the survey were highest, made the following observations about their childhoods: "I was fortunate enough to have been raised in an environment where I was taught that no dream was too big and was given the opportunities to achieve them"; "I feel fortunate to be able to ascertain these oppo rtunities, dreams, goals, aspirations due to my loving, supportive family"; and "Growing up, I was blessed to have an amazing famil y." In sta rk co nt rast, th e t hree students whose mean scores on the survey were the lowest came from unfortunate and difficult early environments, as they described: "Despite all my animosity toward them, my parents have taught me a great deal .... They have taught me how not to treat others, and especially how not to treat my child"; "This was very hard for me because I felt li ke I wasn't grounded an d I had no real home .. A disconnect between FT F contact a n d CMC We have reviewed much evidence that shows that the for mat of t he class encouraged discussion an d critica li ty and that the students appreciated th e way the class was structured. There is, however, one aspect of the course that d id not work o ut quite as expected and that was somewhat perplexing given the fact that most of the course was quite successful. There is an apparent disconnect that some students experienced between their FTF and CMC interactions with each other. The strongest and clearest expression of this disco nnect comes from one woman's final paper:
However, because of the format of the class was rather impersonal, I found I never really got a chance to truly get to know my classmates. The profiles although informative and interesting, rfelt as if I was reading about strangers.
As the researchers, we found this quite consternating for several reasons. For one, the information that the students read about each ot her in the autobiographies was very intimat e information, and students were able to learn things about each other, from the beginning of the semester, that one rarely learns about one's classmates. This intimacy makes the student's descriptor impersonal a surprising word choice. We conjecture that because of the formal writing fo rm at of the autobiographies, complete with three rounds of peer editing that included suggestions on word ing and sentence structure, the students perceived the material as overall fo rmal and therefore impersonal, despite the content of the papers.
Their online discussions were not quite so formal as some of the quotes provided suggest. Still, these online discussions were written with a certain amo unt of premeditation, with the knowledge that a written record of the post ings would remain throughout the semester and beyond, fo r all in the class to see, and they were written explicitly to fulfill requirements laid out by the teacher. Even FTF co nversations were frequently conducted with the goal being for students to write out in th e CMC fo rmat a summary of their conversation in such a way that it could be understood by all who viewed the d iscussion board, which, to repeat, constituted a permanent record.
It may be that for these undergraduate students, what is said in spontaneous conversation simply feels more personal than what is communicated through formal writing. After all, they have spent all their lives participating in spontaneous speech. In contrast, th eir expe riences wit h premeditated, organi zed writing have largely been restricted to written assignments in the educational context. Although many of these students, as members of a generat ion that grew up using computers, have no doubt used CMC extensively in their private communication, the nature of that CMC is sure to be qualitatively different fro m wh at they practiced in the class described in this chapter. Email is considered by a large proportion of younger people to be an outmoded, overly formal and slow form of communication, now that instant messaging has become the no rm for younger people's use of CMC (Thorne & Payne 2005) .
The following quote from anothe r stude nt's final paper on connec tions touches on this idea of formality being opposed to the real and personal, but at the same time it cites the distance created by CMC as something that promotes disclosure. wewere allowed to dest ructure our essays -make them less formal and more real -and that o pened the do o r for the content to also be mo re real. It is also due, in part, to the feeling of anonym ity that o nline po sting allows.
This quote highlights the opposing fo rces that our chose n form ofCMC, threaded electronic discussions, introduced to the class d ynamic. By imposing a predetermine d format and style, and by encouraging mo re carefully co nside red and constructed answers, it encou raged higher level th inki ng that led the students to new insi ghts about themselves, ot hers, and hu manity itself. At the sa me time, fo r some members of the class, it defamiliarized com munication and kept relati ons with their classmates from feeling very personal and friendly.
Co ncl usio ns and im plicat io n s As a re minder for our reade rs, our research questions were as foll ows:
1. What impact did the CS-C pedagogy and using discussion as way of teaching/learn ing have on the students in the class? 2. How did the use of a blended model of CMC and FTF discussion infl uence the students and the objectives of the class? 3. Did CMC serve to enhan ce the class and its proposed aims, or did it have a negative or a negligible impact on the m? O ur surveys and study ofthe data from students' writings for th e class have shown that the learne rs were constantly challenged to co-construct their own ways of and contents for knowing. The effects of a blended classroom, where both FTF discussions and the spatiall y and temporally independent means of communication and co-construction that were afforded by the integration of CMC were anothe r key concentration of our inquiry. We focused on learners' engagement with the processes of their learning, as they interacted in an electronic medium and we refl ected on their FTF interactions as well. For the m ost part, they were able to connect in a real and person al way to the practices of CS-C and the theo ries that in form th em. We have been able to demonstrate that by gain ing more and more familiarity with the practices of CS-C learn ing an d teaching made manifes t in FTF interactions and writte n conversations usin g CMC, learners became active participants in a new. emergent paradigm where they created knowing that had measurable effects on them in psychosocial and interpersonal ways. We have shown how a CS-C model has an impact on interaction and learning in postsecondary language 114 Kara Mcbride and Mar y E. w tldner-Basseu and culture education. This impact especially has effects on voice and identity in the CMC aspects of the blended classroom.
Our an al ysis of th e data focused on th e key areas of cr iticality, sociali ty, coconstruction, identity development, and the implementation of blended pedagogy using both CMC and FTF interaction. The main findings are summarized here:
I. Sociality was evidenced by participants' heightened openness and honesty toward each other through their computer-posted writings, and by their feeling of comfort in each other's and the teacher's presence. One student summed up the essence of this point when she wrote, " [We] .. . learned about our interconnectedness, th e need for sincerity and honesty in our every day lives, the value of reaching out to someone ... :' 2. Critical social-constructivism maintains that all knowi ng is socially and cultu rally determined, and that the interaction that students have with thei r fellow learners, when guided by criti cal thought , leads to new ways of knowing and constitutes learn ing. The class approach, imbedded in criticality and sociality, was able to accomplish this goal, as evidenced by student writing and by the survey results. Students were themselves surprised at how much they could learn from each other. and were able to report on their own emerging co -co nstruction of knowledge, bot h in the survey and in their writing: "I have learned how to reflect on myself by reading how other people reflect on themselves:' 3. The effects of early family exper ience emerged from the data as a surprisingly strong influence on learners' responses to the survey and in their writing. This observation raised our awareness about the individual learner variables and pre-dispositions toward (or away from ) confidence and self-worth in the classroom environment. Those students who did not demonstrate the experience of findi ng support in the class fo r those aspec ts of th eir lives came into the classroom experience, by their own reports, with a history of a lack of support or without a nurturing early environment. CS-C classroom experiences for one semester are apparently not powerful enough to overcome what so me learners bring into the experience. This aspect of our findi ngs motivates us to further investigations into the interaction of CS-C and blended classroom pedagogy with individual learner differences and self-reports about early fam ily experience. 4. There is an apparent disconnect that some students experienced between their FTF and CMC interactions with each other. It may be that for these undergraduate students, what is said in spontaneous conversation simply feels more personal than what is communicated through formal writing. Also, as members of the gen eration that is moving from ema il to instant messaging as a preferred mode of com mun ication, they may find the discu ssion board postings to be too formal, and therefore opposed to real and personal interaction . At the same time, though, students mentioned that the di stance created by CMC was something that promoted more personal di sclosure. This perceptio n of distancing is reinforcement for our m otifs of criticality and social constructivism. The students themselves realized that the blended CMC-FT F classroom gave them a means to gain a sense of Luke' s (2004) "... out-of-body experience of watching oneself watc h oneself ... :' From that perspective they could observe their own experience. ponder their own identities in development and express the results of the process in what they termed "personal disclosure:'
In the class described in this chapter. students came to new interpersonal and intercultural understandi ngs through a radical change in their ways of acting in a class. This paradigm shift toward co-constructing meaning is a function of all participants' fi nding the courage to teach and learn in the risk-taking format ofCS-C. We therefore conclude that the sorry state of higher education that Hersh and Merrow (2005) describe -a mutual nonaggression pact between professors and students, with each side agreeing not to impinge on the other and students preferring to be passive receptacles -is not inevitably true. Students are at least as surprised in their emergent paradigms of co-construction as are their teachers, but we all find the risks we take to engage in this new paradigm well worth the rewards. We close, as is most appropriate, with the words of one of the students, who also helped us make meaning in what this investigation found. She writes, On my fi rst day of class, I thought, "Oh, God. It's going to be a long semester." I was convinced that th is class was goi ng to be a touchy-feely, weird, pseudo-feminist lecture that I would just have to get through to get my Gender/ Race/Class/ Ethnicity/Non -western credit. I was wrong. . .. people were open and honest and willing to share even intimate details of their lives simply because it was asked for. That seems so basic, but it's th e most important thing that I learned in this class. If you show a little interest in someone, take just a little bit of time and ask them a sincere question, they will give you a sincere answer. Most Americans have forgotten the value in "getting to know each other. " .. . Th is class has taught me a thing or two, and that's saying a lot for an elective. I learned about our interconnectedness, the need for sincerity and honesty in our every day lives, the value of reaching out to someone, and the beautifu l little th ings we all experience that make life bearable. I didn't just learn about the person in each profile I read, I learned about humanity in general. I'm glad I didn't let my judgmental side get the best of me on the fi rst day of class. 
5 9a
Th is class has had no effect on my career plans. " Originally, the st udents respo nded wi th o ne of fou r answers; strongly agree, agree, disagree, o r strongly disagree. For clarity. the answers are repor ted with the two choices ofagreement grouped together. and sim ilarly for d isagreement. Of the 35 items. 7 items are framed negatively, so that d isagreem ent wit h the statemen t refl ects a m o re positive atti tude towards the class. These items are marked with an asterisk. fin ally, the item s are reported in an order that refl ects th e item s wi th the most positive responses first. The left-most colu mn shows the order in which the items ap peared o n the version of the survey that the students responded to. 
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